Abstract: The aim of this article is to show how a differently organized testing procedure can lead to a better understanding of intellectual capacity in children who
Introduction
Cognitive assessment tests are commonly standardized on a population of children that make up the majority and the middle class in a given environment (Tovilović & Baucal, 2007; Maltby et al., 2007) . They consist of a determined number of predefined correct answers and their aim is to gather information about the child's current achievement. Due to these characteristics, such testing procedures result in an unfair stratification based on gender, race, socioeconomic status and cultural differences (Tovilović & Baucal, 2007) . Children coming from minority cultures and disadvantaged communities and children less familiar with the test language are often unacquainted with those predefined answers, since they do not share the experience of the majority-culture children (Tovilović & Baucal, 2007) . Therefore, the adequate assessment of marginalized children's achievement represents a major challenge.
Due to the need for increased validity of cognitive assessments, an alternative method called dynamic assessment was developed. The dynamic assessment measures learning processes directly during the testing procedure instead of doing it indirectly, based on the results of the past learning experiences (Sternberg, 2002; Sternberg, 2005) . The main goal of this method is to gather information not only on the current, but also on the child's potential achievement (Haywood & Lidz, 2007) , while its main role is to detect the specific barriers to an individual's effective learning, as well as the ways in which these barriers can be overcome (Tzuriel, 2000; Haywood & Lidz, 2007) .
Dynamic assessment is based on socio-cultural theories and the notion of the zone of proximal development (ZPD) introduced by Vygotsky (1977) . The information about the respondent's abilities obtained by standard testing procedures represents the current level of the their achievement, or in other words -what the child can do independently (zone of actual development -ZAD). Dynamic assessment, on the other hand, reveals what the child can achieve with the help of a more competent partner. It therefore involves a more competent partner who encourages the child to solve the tasks he failed to solve independently by suggesting correct strategies. Specifically, the more competent person applies scaffolding -a type of support that allows the child to solve the problem by focusing only on those elements of the task he is able to solve with the skills it already possesses, while the more competent partner controls the components of the task that exceed the child's current abilities (Wood et al., 1976) . Thus provided aid enables the child to solve the task by acting within its zone of proximal development (Vygotsky, 1977) . Scaffolding can be applied in different ways: by simplifying the task, motivating the child, focusing the child's attention to certain aspects of the task, putting the task in a context more familiar to the child, using language that is understandable to children or by using technical tools to make various activities easier. An example of this type of scaffolding can be providing a tutor that solves the task (Wood et al., 1976) , or a tutor focusing the child's attention to the structure of the task while constantly providing feedback on the current performance (Fernandez et al., 2001) .
It is considered that dynamic assessment can help overcome the obstacles that arise in a test designed without taking into account the cultural characteristics of the marginalized children's sociocultural context (Tovilović & Baucal, 2007) . These obstacles are being overcome more easily with the help of dynamic assessment since it provides marginalized children with a better understanding of the demands they are facing during the course of cognitive assessment.
Socio-cultural theories suggest that learning and development in children within various domains (cognitive, social, emotional, etc.) are influenced by their socio-cultural environment and the expectations of their community about the roles that its members are supposed to take in the life of that community. Different communities have dif-ferent socialization goals and make different cognitive demands on children (Fuller & Garcia Coll, 2010) which could explain the difference between acquired competencies and word meanings in children from marginalized groups and those in children from the majority of the population.
Studies show that dynamic assessment usually enables marginalized children to improve their achievement significantly by allowing them to solve tasks in asymmetrical interaction (hereinafter: AI). A study by Stenberg and Grigorenko (Sternberg & Grigorenko, 2002) analyzed test approaches based on the notion of the zone of proximal development and showed that children from culturally and educationally deprived environments improved significantly when solving tasks in AI compared to their achievement when solving tasks independently. Similar data were obtained in a research involving preschoolers with low TIP1 test achievement since they also improved significantly during dynamic assessment (Luković, 2011; Luković et al., 2013) . Its analysis showed that the preschoolers involved in the research came from poor families and communities, that they were not enrolled in a preschool program and that their parents did not have the capacity to provide conditions which would meet developmental needs of their children.
A study conducted in Netherlands compared the achievement of children from the majority of the population with that of children coming from ethnic minorities, both belonging to the same age group (7-9 years old). It compared their achievement on a seriation test and their improvement after the dynamic assessment (Resing et al., 2009 ). The results showed that the children from the majority of the population were more successful when solving the task independently, that both groups improved their achievement as a result of graduated scaffolding, but that the children from ethnic minorities significantly improved their achievement compared to their pre-test one (Resing et al., 2009) .
A study conducted in Australia (Chaffey et al., 2003) tried to find a better method of identifying gifted Aboriginal children, since they usually underperformed on standardized tests regardless of their abilities. Aboriginal students were tested with Raven's Progressive Matrices in order to determine whether dynamic assessment was an adequate method of identifying gifted children. On average, the children's pre-test achievement was significantly below the average for their age group. After the dynamic testing however, the children in the experimental group showed significant improvement in solving the tasks compared to the results of their initial attempt, but also to the ones in the control group. The authors concluded that dynamic assessment gave them a more valid insight into the development, the abilities and the giftedness of the Aboriginal children (Chaffey et al., 2003) .
As the described studies show, children who come from different cultures or from deprived environments show significantly higher levels of achievement when engaged in cognitive task solving within AI than when solving tasks independently. However, these studies have not explored the content of the interaction and the support necessary for allowing marginalized children to express the potentials that they fail to express independently.
Scope of the study
The scope of this study was to analyze how a differently organized test situation, or more precisely dynamic assessment, may provide a better understanding of the intellectual capacities in a specific group of marginalized children. It focuses on the children from the Belgrade Drop-in center for children living or working in the streets. In particular, it tried to give an answer to the following questions:
• Does the achievement of children from the Drop-in center improve significantly on a nonverbal intelligence test when solved together with the experimenter? The as-sumption that the respondents will improve significantly in cooperation with the experimenter is based on the findings that children from socially disadvantaged backgrounds often have a wide ZPD (Chaffey et al., 2003; Sternberg & Grigorenko, 2002; Resing et al. 2009; Luković, 2011; Luković et al., 2013 ).
• What types of scaffolding influences children most effectively when solving the tasks that they fail to solve independently? Given that the findings of a study (Baucal, 2003) focused on children from the majority of the population showed that affectivemotivational scaffolding has proved as sufficient for a significant number of children to solve the tasks that they previously failed to solve within a standard testing procedure, it seemed useful to explore whether the children from the Drop-in center would improve their achievement significantly with the same type of scaffolding.
• Because we do not have any findings about this population it would be interesting to see which features of the asymmetric interaction allows children to find a solution to the tasks that they fail to solve independently?
Method

Sample
The sample consisted of 30 children, 16 girls and 14 boys, from 10 to 14 years old (M = 11.4, SD = 1.4). All of the children used the services of the Belgrade Drop-in center for children who live and/ or work in the streets. They lived in informal settlements, came from large families affected by extreme poverty and declared themselves as members of the Roma community. The children's families supported themselves by collecting secondary raw materials, by working in the flea market, or by working part-time physical labor jobs. All of the children participating in the study worked on the streets (occasionally or regularly), or had done so until recently. Their activities consisted of helping their families in the above mentioned activities or begging. These children were exposed to many risks and to specific challenges that encouraged them to develop different competencies from the ones "typical" for a child of their age. Most of them suffered from educational deprivation to some extent.
The participants were diverse in terms of educational status -two girls completed an adult education program and a total of thirteen children went to school regularly at the time. Out of those thirteen only seven were enrolled in a regular elementary school, while the rest of them were enrolled in schools for adult education. The remaining fifteen children did not attend school at all, or attended it irregularly and ten out of these fifteen have not completed the first grade at the time.
Instrument
The instrument used for measuring children's intellectual capacities was the Kohs block design test -a subtest from the Revised Wechsler Intelligence Scale for Children (Biro, 1987) . This instrument has been chosen because it is a non-verbal test and it is therefore assumed to be less influenced by the children's specific socio-cultural experiences (a "culture free" test - Aptekar 1989 , Biro et al., 2006 . It was important to administer precisely such a test considering that the population of children we chose as our sample and the ones from the majority of the population differed in mother tongue and in cultural background.
The Kohs block design test requires that the respondents replicate patterns displayed on two-dimensional models by using different colour blocks. It consists of four demonstrations and eight tasks. The first five tasks are solved with four blocks, and the last three with nine blocks. The tasks are arranged by complexity, from simpler to the more complex ones and the original procedure requires a limited time frame for completion of each task.
Procedure
Based on the findings of the pilot study and for the purpose of this study the following changes were made in the testing procedure of the Kohs block design test:
• The testing began with the first demonstration, regardless of the participants' age, so as to enable them to familiarize themselves with the test, understand the task solving principles and gain confidence by solving easier examples.
• Considering that the children manifested signs of distress when facing the time limitation for task completion, it was removed from the procedure. The experimenter would display the next task when it became apparent that the child has applied all the strategies that it could think of, without producing the required result. During the testing procedure the evaluation of the child's responses was done instantly by the experimenter, and if the child failed to solve two consecutive tasks, the experimenter would stop the standard testing procedure and display the unsolved tasks again but this time providing scaffolding to the child. The affective-motivational scaffolding would be provided first -the experimenter would ask the child to think again about the possible solution and encourage it by expressing confidence in its abilities to succeed. If this kind of scaffolding did not help the child solve the task, the experimenter would move on to the first step of the cognitive scaffolding. This time the child would be presented with the same pattern to be replicated, but with borders of the blocks drawn on the pattern. If this kind of scaffolding did not help the child either, the experimenter would move on to the second step of the cognitive scaffolding which consisted in a verbal explanation of the strategy that was previously suggested visually. The experimenter would then provide a higher level of scaffolding for each task if it became apparent that the child has applied all the strategies that it could think of using the available scaffolding, and still failed to solve the task. After performing the above mentioned intervention, the experimenter would present another task that the child previously failed to solve and provide scaffolding for it as previously described. If the child failed to solve two consecutive tasks despite the scaffolding provided by the experimenter, the procedure would be stopped.
The cognitive scaffolding was provided in a pre-defined manner -the first step (visual aid) was meant to help the child understand that the pattern should be broken down into units (blocks) and then reconstructed by manipulating those units so that they replicate the pattern. The second step (verbal aid) had the task of suggesting the same strategy, only verbally.
With the children's permission and their parents' consent the testing procedure was recorded with a video camera and it lasted around 19 minutes on average. Subjects solved most of the tasks within the time limitations given in the test guidelines. An interesting finding however, is the significant difference in the time it took for the same respondents to solve different tasks, regardless of their difficulty. A possible explanation might be found in the problems with maintaining attention that some of the children encountered while performing the tasks. The recorded material is transcribed according to the Jefferson system of transcription (Jefferson, 2004 ) and its symbols are explained in the Appendix 1.
RESULTS
Quantitative analysis
Children's individual baseline achievement
The average number of individually solved tasks was the following: M = 0.83, SD = 1.41 (in the value range of 0 -8). Twenty respondents failed to solve any of the tasks in the test (Graph 1) and none of the participants managed to solve the entire test.
In order to be able to compare the achievement in children from the sample with the average achievement in children from the majority of the population that belong to the same age group, it was necessary to consider the standardized test scores. Average score of our sample was M = 2.46; SD = 2.20 (in the value range 1-19), while the average achievement of children from the majority of the population is in the range of 8-12 points (Biro, 1987) . This data shows that the children in our sample achieved a lower average score than the one in the sample used for the test standardization.
Graph 1 -Distribution of the test scores when children solved tasks independently
Children's achievement with scaffolding As we can see from the Table 1 , children solved additional 0.53 tasks on average when provided with affective-motivational scaffolding, while they solved one additional task on average with visual type of cognitive scaffolding, and additional 0.96 tasks more on average with the highest level of scaffolding.
The improvement accomplished after each type of scaffolding, that we see in the Table 1 , is not statistically significant. Overall however, the children solved about 2.5 additional tasks within the AI (about 31% of the entire test) after being provided with all types of scaffolding, which is three times higher than their independent achievement and therefore it represents a statistically significant difference t (29) = -5.73 ; p = .00.
After being provided with different types of scaffolding, 20% of the children in the sample solved the entire test and a total of 77% of them managed to improve the overall achievement within the AI.
In addition, we wanted to analyze if the respondents' average achievement within AI managed to reach the one in children from the majority of the population. One third of the children from our sample achieved a score of 10.7 points on average, which corresponds to 104 IQ points, while one of the girls even achieved an above-average score of 14 points, an equivalent to 129 IQ points!
Qualitative analysis
Qualitative analysis of AI was used to explain the ways in which children found solutions to the tasks after being provided with scaffolding. The basis of the qualitative analysis was the hierarchical cluster analysis (Ward's method with squared Euclidean Distance as a measure of distance or similarity was applied) which divided the children into 4 groups based on the similarity of their achievements and improvements within the interaction. Conversation analysis of each cluster helped determine that the groups of children differ in the way they use affective-motivational scaffolding in the interaction with the experimenter.
First cluster -children who improved with all three types of scaffolding
First cluster consisted of children (N = 7) with a better achievement in solving tasks independently compared to the other groups. They also improved significantly when provided with any of the three types of scaffolding. These are the children with a relatively high ZAD, relatively low abilities that manifest only upon the encouragement and support of a more competent partner (in the form of motivational scaffolding) and a high ZPD, considering the significant improvement they displayed in the interaction.
These children were provided with the motivational scaffolding mostly in order to reduce the insecurity they showed during independent testing. The more competent partner motivated the children to keep working on the solution by confirming to them regularly that they made the right step towards the solution and by reassuring them that they had the ability to master the task.
The section below represents a part of a conversation that took place between the experimenter and a girl named Marijana 2 (14). It illustrates the part where the experimenter is providing the child with the affective-motivational scaffolding and therefore the way in which the children from this group used this type of aid to improve their achievement. We can see from the Excerpt 1 that the girl was expressing insecurity from the very beginning, arguing that the task was hard (turns 2, 4, 6 and 8) before she even tried to solve it. She attempted to solve the task only after the experimenter expressed his confidence in her ability to master the task by pointing out the fact that she solved all of the previous ones successfully (turn 7). Also, for the most part of the conversation the girl was asking for the experimenter's confirmation about the accuracy of the reproduced part of the pattern, which can be seen in turns 10, 12, 16, 18, 20. The experimenter kept referring her to her own judgment and the comparison between the reproduced pattern and the one on the model (turns 13, 17, 19, 21). In turn 22 Marijana says openly that she doesn't know how to solve the task, but when she receives the necessary positive evaluation of her answer by the experimenter (turn 23), she makes progress in the task completion.
Based on the analysis of the interaction between Marijana and the experimenter, we may conclude that the motivational scaffolding served as a "support system" for the girl throughout the tasks solving process -she arrived to the solution step by step, by asking confirmation for her competencies from the experimenter and by checking with him the accuracy of every step in the process.
Second cluster -children who didn't manage to improve with scaffolding
The second cluster consisted of children (N = 11) with low achievement when solving tasks on their own, that barely improved when provided with any kind of scaffolding. Therefore, these children have a low ZAD, low abilities that may be manifested with the encouragement by a more competent partner (in the form of motivational scaffolding), and also a low ZPD because they did not manage to improve even when provided with the cognitive scaffolding.
These children were provided with motivational scaffolding mostly in order to confirm the accuracy of each step they made towards the solution and maintain their motivation throughout the task solving process. They had difficulty understanding the tasks, the strategies suggested by the experimenter, and the context of the assessment process. Therefore, a confirmation of their answers' accuracy was perhaps the only way for them to check whether they are doing what they were asked by the experimenter.
The Excerpt 2 contains a transcript of the conversation that took place while providing verbal type of cognitive scaffolding to a girl named Katarina (11) for the easiest task in the test. She, like most of the children in this cluster, managed to slightly improve her achievement only with the combination of cognitive and affective-motivational scaffolding.
Excerpt 2 The Excerpt 2 shows us that an explanation of the strategy and a visual presentation on the model itself together with a non-verbal explanation of the model's connection to the blocks (turn 1) were the methods that helped the girl understand and apply the presented strategy (turn 2). However, due to the fact that Katarina wasn't certain whether she understood the task's requests, she needed a constant confirmation that she was on the right path, and therefore she continued to check the accuracy of every answer with the experimenter (turns 2 and 4).
Third cluster -children who improved with cognitive scaffolding
The third group of children (N = 3) singled out by cluster analysis managed to improve only when provided with the cognitive scaffolding -they had a low initial achievement, did not improve with the motivational scaffolding, but improved significantly with both types of cognitive scaffolding. It seems that this group of children has a low ZAD, low abilities that are manifested when the child is encouraged (in the form of motivational scaffolding) and a high ZPD.
Using conversation analysis, we concluded that the motivational scaffolding in this group focused on maintaining the children's attention and structuring the process of task solving. However, on its own, it was not enough for children to improve their achievement because of their initial wrong approach to the task.
The Excerpt 3 represents a conversation conducted while providing visual type of cognitive scaffolding to Marko (10). It illustrates how the children from this cluster used motivational scaffolding to improve their achievement. The previous passage showed us that the boy did not improve when provided with visual type of cognitive scaffolding because in turn 2 he asked the experimenter to leave both cards on the table -the one with the pattern and the other with borders of the blocks drawn on the pattern. The explanation which the experimenter then provided (turn 3), that the patterns on the cards are the same, and that the second card contains only an additional drawing encouraged the boy to focus on the additional drawing and realize that he needed to think of the pattern as a set of 4 blocks. This kind of conclusion was drawn due to the boy's confirmation in turn 6 that he understood how the task should be approached, and because shortly after he began to look for the appropriate sides of the blocks and reproduced the pattern accurately (turn 8). In turn 8 the boy asked for confirmation, and once the examiner had given it to him, he was motivated to continue (turn 9). A similar dynamic continued to play out in subsequent turns (10, 11 and 12), until Marko made an exact reproduction of the pattern. In turn 13 the experimenter pointed out to the boy that he was indeed given all the necessary blocks to reproduce the pattern because of the boy's previous claim that both blocks were necessary for solving the same task when he was provided with solely motivational scaffolding.
The conversation analysis showed that the motivational scaffolding had a purpose of encouraging a careful observation and analysis of the visually suggested strategy. It also provided the boy with the necessary support to continue working on the solution confirming that he was adequately using the suggested strategy. In addition, this form of scaffolding partially structured the task solving process by motivating Marko to move on to the next step ("Good, and where do these other two go?").
Fourth cluster -children who improved only with the highest level of scaffolding
Fourth group of children (N = 9) managed to improve their achievement only when provided with the highest level of scaffolding -they had an extremely low initial achievement and significantly improved only with the verbal type of cognitive scaffolding. These children have a very low ZAD, low abilities that are manifested only with encouragement within AI (in the form of motivational scaffolding) and a relatively wide ZPD because most of them significantly improve their achievement when provided with scaffolding compared to their initial attempt of solving the tasks independently.
The motivational scaffolding provided to this group of children was mostly focused on motivating them to continue to work on the solution and on directing their attention to the details, because they had difficulty understanding the goal of the task which was to reproduce the displayed pattern and not just to place blocks next to each other with a particular side facing up.
The Excerpt 4 represents the conversation that took place between the experimenter and Jasna (12) while providing her with the highest level of scaffolding. It illustrates the manner in which the children from this cluster used the motivational scaffolding in interaction with the experimenter.
Excerpt 4
1. Exp.: mhm so check carefully if every one of these is placed exactly as you placed them (1.0) each of these sides (.) like the one here, on the blocks ((points with a finger to the marked sides of the blocks on the pattern, and then to the blocks in front of the participant)) (18.0) mhm znači svaka ova lepo proveriš da li je potpuno isto nameštena kao kod tebe (1.0) svaka ova stranica (.) In the Excerpt 4 we saw that the suggested strategy was made clearer to Jasna by connecting the particular sides marked on the pattern to their appearance on the blocks (turn 1) in order for her to understand the requirements of the task -it wasn't enough to turn the blocks with the right side up, but she also had to rotate them correctly so as to reproduce the right pattern. The experimenter then tried to structure the task solving process (turn 3) by suggesting to Jasna to check each of the marked sides on the pattern against the corresponding sides on the blocks in order for her to notice the difference, and this strategy led to the desired result (turn 8).
The conversation analysis showed that the Jasna's initial understanding of the task was only to some extent correct (because she observed the displayed model as a set of 4 elements), as she did not realize that the purpose of the elements was to create a certain pattern. The motivational scaffolding in this group focused on motivating the children to continue to work on a solution and on directing their attention to details so that they would realize it is necessary to compare the pattern's reproduced part with the one on the model.
Discussion
The participants have achieved a significantly lower score when solving tasks independently compared to the norms determined through the instrument's standardization within the majority of the population. This finding did not come as a surprise, given that the evaluation of the participants' achievement was done based on standards that are not entirely adequate for them. Considering the experiences specific to the children from the Dropin center, who are living in a different culture and in poverty, it is safe to assume that they have developed competencies relevant to such living conditions (Biro et al., 2006) . Therefore, they possess less incentives for developing skills assessed by the test as opposed to the children from the majority of the population. Also, given that the half of the children dropped out of school or attend it irregularly, they are likely to have had fewer opportunities to develop competencies for successful test solving such as problem-solving skills or maintaining focus (Biro et al., 2006) . The assessed children haven't had the opportunity to develop these skills at home either, because of their unfavorable living conditions. However, the analysis of the children's achievement after solving tasks within the AI showed different results. They made a significant improvement and achieved on average a result that was three times higher than the one from their first independent attempt. This kind of finding was also expected and in line with the previous studies on the improvement of children from disadvantaged backgrounds within AI (Sternberg & Grigorenko, 2002; Luković, 2011; Luković et al., 2013; Chaffey et al., 2003) . In addition, the quantitative analysis did not single out one type of scaffolding that had the most significant influence on the children's improvement. It showed that only once all types of scaffolding were provided, the improvement was significant. On the other hand, during the qualitative analysis, motivational scaffolding revealed to be an integral part of almost every successful interaction, but usually in combination with cognitive scaffolding. Motivational scaffolding had an important role in problem-solving process in all groups of children, but its role was somewhat different for each group. In other words, these findings suggest that motivational and cognitive aspects of social interaction may have different relations and roles between them. They also highlight the importance of including different combinations of motivational and cognitive scaffolding when working with marginalized children allowing them that way to develop more easily within their own potential.
For some children, the motivational scaffolding had a role in helping them overcome their insecurities and providing them with further support throughout the task solving process. They received a confirmation from the experimenter when they reproduced a part of the pattern correctly and when they chose the right task solving strategy. Additionally, it served as a reminder to children that they should carefully check their answers. The described method was also used in combination with cognitive types of scaffolding. This group of children has not had difficulties understanding the tasks and proposed strategies, and often already had the necessary competencies for solving them, but they were just not manifested when the children tried to solve the tasks independently. This kind of relation between motivational and cognitive scaffolding gave results in children who had the highest educational status in the sample.
However, some children needed a different kind of support. In their case, the motivational scaffolding was mostly focused on verifying the accuracy of the steps made in the task solving process and maintaining their motivation to solve the task. Due to the fact that these children were confused by the task demands, the motivational scaffolding was a way for them to find out if they were headed in the right direction. These were the children with the lowest educational status in the sample, and it seemed that their lack of understanding of the tasks and the task solving principles was due to their lack of experience with similar problems. Since the testing situation represented a relatively unfamiliar situation for them, whose meaning and goal they had difficulty understanding, one of the main objectives of motivational scaffolding with them was maintaining their motivation to continue working on the task's solution.
There were some children that needed help primarily in maintaining attention and structuring the task solving process. In this case, only the visual type of cognitive scaffolding showed as effective. These children also had difficulty understanding the tasks and requirements that were placed on them. However, quickly after being provided with the visual type of cognitive scaffolding they realized the right task solving strategy and applied it. After failing to implement the same strategy in the following tasks based on their previous experience, these children quickly realized that they needed cognitive scaffolding and asked for it while being provided with motivational scaffolding. It is also possible that these children realized that task solving was easier with cognitive scaffolding and therefore were not able to make a greater cognitive ef-fort and solve the tasks without it due to their lack of attention and focus. The fact that they lack focus is additionally confirmed by the role that the motivational scaffolding had for them -it was directed towards motivating them to continue the task solving process and turning their focus on the key aspects of the displayed pattern.
Finally, some children required motivational scaffolding in the form of motivation for moving forward towards the solution. They also needed to have their attention drawn to the details and directed towards comparing the reproduced part of the pattern with the displayed model. Once provided with that kind of scaffolding in combination with the verbal type of cognitive scaffolding, they were able to achieve the goal of the interaction. These children also have a low educational status, so it is not surprising that they also had difficulty understanding the assessment situation. However, they had a clear idea of how to group the blocks, the only thing they failed to realize is that the blocks should be grouped into a pattern, not just put together with the right side up. We can therefore assume that this kind of reasoning is also a consequence of the children's lack of experience with similar materials and problems, and that is why they failed to understand the part of the meaning which was "implied" (that the displayed pattern should be reproduced).
Conclusion
As shown in the results, the children from the Drop-in center achieve low scores in standard testing procedures, regardless of their actual cognitive abilities. Practitioners who work with such marginalized groups of children should bare this in mind and carefully draw conclusions about their abilities when performing this kind of assessment.
Also, our findings have confirmed that children improve their achievement significantly within AI, but that it is impossible to single out one type of scaffolding that enables them to do so. It is necessary to combine different types of scaffolding in order for children to improve. Although motivational scaffolding proved to be a vital part of all interactions that resulted in success, it usually had to be combined with cognitive types of scaffolding. In addition, children used it in different ways and also different ways of combining motivational and cognitive scaffolding produced results with different children. Therefore, in order to obtain more accurate information about the cognitive capacities of marginalized children, it is necessary to adapt the standardized testing procedures so as to make sure that the children understand the demands of the tasks and that they possess the necessary motivation and support to achieve the goal of the interaction.
These conclusions stress the importance of providing motivational scaffolding to marginalized children during cognitive assessment and teaching. Even when presented with the problem solving strategy, there is a possibility that these children do not reach the goal unless an adjusted kind of motivational scaffolding is included in the presentation. This approach can be applied to the children from the Drop-in center by providing them with the necessary support for developing their cognitive abilities through the work of pedagogical assistants who would be in charge of this task.
A careful analysis of the participants' achievement, improvement and background information led us to the conclusion that the children who attend school regularly and show a greater independent achievement, also show a greater ability for improvement with a more competent partner. However, the question that remains unanswered by this study is what type of scaffolding would enable improvement of the children who rarely have the opportunity to interact with the tasks and materials similar to those in the cognitive assessment tests.
Добијени резултати показују да су у оквиру самосталног решавања деца постизала значајно ниже скорове у односу на норме које су настале на основу стандардизације инструмента у општој популацији. Овај налаз је очекиван, с обзиром на то да су постигнућа деце процењивана на основу нормативне групе која није референтна за испитивану популацију. Међутим, испитивана деца су у асиметричној интеракцији показала значајно напредовање. На основу добијених квантитативних података нисмо били у могућности да издвојимо једну помоћ која је највише допринела напретку, али нам је у томе помогла квалитативна анализа интеракција испитивача и деце. Као полазна основа за квалитативну анализу послужила нам је кластер анализа, којом су издвојене четири групе деце. Ова анализа је показала да је афективно-мотивациона помоћ била саставни део сваке успешне интеракције, с тим што су се кластери разликовали према томе коју је функцију имала афективно-мотивациона помоћ при решавању теста у асиметричној интеракцији.
Добијени резултати сугеришу да је за добијање тачније информације о когнитивним капацитетима деце Свратишта неопходно напустити оквире стандардне тестовне процедуре како би им била обезбеђена могућност за боље разумевање захтева који су пред њима, као и мотивација и подршка неопходни за постизање циља интеракције.
Кључне речи: деца из Свратишта, Косове коцке, асиметрична интеракција, тестирање когнитивних способности, динамичко тестирање.
